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FROM THE EDITORS: 
The second issue of our Journal is now in circulation 
and most of the initial problems have been solved; editing 
and format inconsistencies have been improved, most of the 
reproduction problems have been eliminated, and systems 
for completing the clerical work have been established. The 
Journal's existence on campus has been noted with an en-
couraging degree of approbation and we are optimistic about 
its future. 
The editorial stand is simple: to encourage Eastern 
Illinois educators to speak up. Educational problems are 
numerous and complicated; the teacher without ideas is stag-
nant and virtually useless. We can move steadily toward 
solution of our problems through increased communication 
and intellectual exchange of ideas. 
The Journal's purpose is to encourage both these ave-
nues. If you know of something new in education, if you 
have a fresh viewpoint on an established trend, or if you 
wish to respond to previously published material, send us 
your articles; as our backlog of material grows, so will our 
Journal grow in layout and stature. 
R.M.L . 
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THE NEW LOOK OF ACADEMIC FREEDOM 
William J. Crane 
Protests, sit-ins, editorials, and conversational criti-
cisms are causing those of us who are interested in aca-
demic freedom to take a new look at it. A glance at the 
language surrounding "academic freedom" is enough to show 
that the older idea attaching to the phrase is no longer the 
same. Right now, the term covers not only classroom ac-
tivities, but the behavior of students and faculty under any 
conditions. 
Stop right there! Academic freedom is a hard-won con-
cept with a special meaning. It was fought for and awarded 
to teachers at all levels because they were special people 
doing a special kind of job. They were accepted as pro-
ducers like anyone else, but their status was accepted as 
individuals who were extensions of the social structure in 
which they operated. Since they represented a particularly 
volatile social institution--the school,--they were felt to 
have special duties, rights, and responsibilities. Without 
these special characteristics, the school would not function 
as a dynamic developmental unit in the culture. So, it was 
thought that teachers should be able to serve a social pur-
pose and survive as individuals without constant threats and 
without unrelated restrictions. The result was academic 
freedom and it is. a special privilege belonging to teachers 
and held by them as a right in addition to their other rights 
as citizens of the U.S. 
A fairly recent definition of academic freedom says, 
"We want the teacher and scholar to be uninhibited in cri-
ticizing, and in advocating changes of (1) accepted theories, 
(2) widely held beliefs, (3) existing social, political, and 
economic institutions, (4) the policies and programs of the 
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educational institution at which he serves, and (5) the ad-
ministration and governing board of the institution at which 
he serves. (6) In addition, we want him to be uninhibited 
in coming to the aid of any of his colleagues whose ac-
ademic freedom is in jeopardy. 111 As you can see, very 
little is left out except actual libel and defamation of char-
acter. Also, no direct application is stated or implied that 
the critical comments of the teacher be confined to the 
classroom. Contrast this definition with that offered by the 
1940 Statement of Principles of the American Association of 
University Professors and the Association of American Col-
leges, since accepted by about forty-eight other professional 
organizations: 
Academic Freedom 
(a) The teacher is entitled to full freedom in re-
search and in the publication of the results, subject 
to the adequate performance of his other academic du-
ties; but research for pecuniary return should be based 
upon an understanding with the authorities of the in-
stitution. 
(b) The teacher is entitled to freedom in the class-
room in discussing his subject, but he should be care-
ful not to introduce into his teaching controversial mat-
ter which has no relation to his subject. Limitations 
of academic freedom because of religious or other aims 
of the institution should be clearly stated in writing 
at the time of appointment. 
(c) The college or university teacher is a citizen, 
a member of a learned profession, and an officer of 
an educational institution. When he speaks or writes 
as a citizen, he should be free from institutional cen-
s~rship or discipline, but his special position in the 
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community imposes special obligations. As a man of 
learning and an educational officer, he should remem-
ber that the public may judge his profession and his 
institution by his utterances. Hence he should at all 
times be accurate, should express appropriate restraint, 
should show respect for the opinions of others, and 
should make every effort to indicate that he is not an 
institutional spokesman. 
The first definition fits well into the Bill of Rights and the 
Fourteenth Amendment and should be left there. The second 
definition accepts the rights of individuals as an assump-
tion and supplies the term academic freedom to the class-
room. 
Further contamination of the term under examination is 
offered by Dr. Rubin Gotesky of Northern Illinois University 
in the Charter of Academic Rights and University Govern-
ance2 which he proposes be adopted by all professional 
groups. The Academic Rights of Students are included in 
this proposal. Again, the assumption ?f the rights of all 
citizens is accepted, but a confusion of terms results from 
the points made as Academic Rights - Rights as Learners, 
Student Rights Under University By-Laws, Student Rights to 
Due Process Procedures, Student Admission and University 
Activity Rights, Student Rights to Free Speech, Information 
and Inquiry, and Other Student Rights. In line with the 
specific terms used in subsection, it would be better if 
Professor Gotesky used "Student" rather than "Academic" as 
a general heading. 
Most of 1964 and 1965 was spent by Committee S of 
the MUP in the formulation of an official statement on the 
"Academic Freedom of Students" published in 19 6 5 . The 
report talks about developing "critical judgment" and a 





we have freedoms more suitable to the 1;3ill of Rights than 
to anything else. Creating a favorable climate for learning 
is one thing, but participating in that climate is another. 
Teaching is not learning and academic freedom is not a 
student's right to attempt to learn in comparatively unre-
stricted circumstances. The latter has been the goal of 
education for generations and describes the ideal learning 
situation. 
The Charter of Professor Gotesky adds a Part III listing 
the Rights of University Administrators. 3 Everything in 
this section relates to protective devices for administrators 
except for a warning that they will not keep classified re-
cords and a statement renewing their rights as citizens 
under the Constitution of the U.S. Here we have a third 
university group involved in the delineation of various 
rights. Unfortunately, all three are included under the 
umbrella of academic freedom whereas the topic actually 
being discussed is one of privilege or liberty. 
For generations, the position of the teacher or profes-
sor has been unique. His personal opinions have been ac-
cepted as more than that. An attitude of expertise has 
surrounded the professor so that his opinions are felt to 
be authoritative. He has been looked on as a person who 
has studied a topic, weighed the variables with consider-
able insight at his command, and made pronouncements 
based upon study, analysis, and judgment. He gives the 
final word and his listeners are expected to learn the word 
or at least give a great deal of value to it. Whether these 
assumptions are correct or not is not the point here. The 
attitude would have some base and balance. The same 
cannot be said for something called a student right or an 
administrative caution. 
Rights are the fall-out of social convention. Everyone 
under our form of government has rights. The activists in-
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ADMINISTRATION OF LOCAL CURRICULUM STUDY 
Curtis R. Gamer 
It may be heresy to ask whether boards of education 
or administrators should be responsible for curricular exper-
imentation and innovation. To raise the question may be 
to infer other questions as to the appropriateness of these 
undertakings and of the suitability of personnel and facili-
ties for at least the first of these: experimentation. 
The feeling of exhilaration that can come when one is 
engaged in real "breakthrough" research should not be de-
nied to any educator simply because of .his immediate pro-
****************************************************** 
(Crane) 
dividually and protest groups collectively are aware of 
rights and take every opportunity to advertise the fact. If 
there has been greater publicity given to the pin-pointing 
of rights recently, it is probably a good time to restudy 
the question. But let us not cloud the study by a misuse 
of vocabulary. If necessary, let us create new words to 
symbolize new thoughts. There is no reason why academic 
freedom should not be allowed to stay in its original form. 
Freedom to learn and the ethics of administration can be 
discussed in some other terms. Academic freedom is earned 
by demonstrating capability in a definite skill. It is a-
warded as the result of effort and held only by close ad-
herence to the responsibilities it carries. 
- 1 Machlup, Fritz, "In Defense of Academic Tenure", 
American Association of University Professors Bulletin, 
Summer, 1964, p. 120. 
2Gotesky, Rubin, "Charter of Academic Rights and Gov-
ernance:, The Educational Forum, Nov. 196 7, pp. 14-16. 
3Gotesky, Ibid., pp. 16 and 17. 
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fessional position. On the other hand, to assume that be-
cause the activities of experimentation, innovation, and 
adaption have been presented as "do-it-yourself" tasks they 
immediately become appropriate for all levels and agencies 
of education is equivalent to joining a parade because the 
music is stirring. 
In the first place, education is justly infamous for ig-
noring its own research. When it comes to developing cur-
ricula, selecting teaching methods, and formulating evalua-
tion procedures we rely upon guides quite apart from research 
findings. The slowness of American public education to 
adopt in practice those developments which have for decades 
achieved rather general acceptance in theory is as well 
known to the profession as it is well hidden from the pub-
lic. 
Ironically, if there is justification for spurring local 
experimentation it may be either the lack of respect for 
research '1one elsewhere or a lack of knowledge about it. 
Believing, however, that ignorance and disbelief are remed-
iable conditions, it is submitted that steps to bring about 
the remedy are needed much more than is a program of 
repeating, (in a grossly wasteful and inefficient fashion) 
research that will likely reproduce, in substance, findings 
already awaiting implementation. 
Experimentation, then, should be thought of by the ad-
ministrator as an enterprise to be planned carefully, to be 
of an original and fundamental nature, and one which, like 
martyrdom, should not be entered into lightly. 
As for innovation, the word suggests "newness"; ad-
ministrators can be both astute enough as linguists, and 
honest enough as professionals to use the word with care. 
Too many instances of "innovation" have consisted of rou-
tine and transient use of materials and practices. One in-
vestigator of innovations indicated recently that when he 
hears of a "new practice" he tries to get to the scene 
quickly before both the idea and the initiator have departed. 
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It may be that the term "innovation" has come to con-
note "local adaptation" or even "local adoption" of a prac-
tice or an idea rather than retaining the meaning of "new-
ness" referred to earlier. If this is the case, we could 
add to both honesty and communicability if we would speak 
of either adapting (or adopting) practices and ideas. 
In other professions the premium for either local inno-
vation or local experimentation does not seem to be as high 
as educators have caused it to be in public education. It 
has not been demonstrated that either the deterioration of 
these concepts or their attachment to public education at 
the local level has done much more than challenge admin-
istrators, and "program writers," to become amateur image 
builders by making labels for rather old or only mildly-
modified ideas. 
Many local administrators could probably do more to 
serve both their educational public and the future of Ameri-
can public education if they would devote their energies 
to learning about ideas and practices that have been 
previously evaluated and subsequently engaging in an intel-
ligent, selective adaptation of those that fit in terms of 
purposes, facilities, and potential of the local school. 
Experimentation and innovation would then likely emerge 
in more meaningful forms, being directed at more vital and 
unique questions. If this should come about, research 
findings, having less to compete with in the market place, 
would be much more likely to be effective in changing the 
course of educational history. 
It is not necessary for an administrator to deal in the 
building of slogans, labels, or other semantic devices in 
order to demonstrate educational vitality. If the "Research-
and-Development" pairing has any validity, the administra-
tor of the local school may have his greatest challenge in 
"Development. " 
This "Development" phase requires much--it requires 
considered, mature, deliberate analysis. But it also offers 
much--the hope for efficient and productive growth in both 
the school and the staff. 
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CURRICULUM CHANGE IN SCIENCE-YES? OR NO? 
Donald L. Rogers 
Change for the sake of change is not sound adminis-
. tration. Don't make changes in your science curriculum 
until you have examined the existing program. I propose 
that you rate your school on the following questions and 
compare your answers with those that I feel are reasonable. 
1. What per cent of college bound students take chem-
istry and physics? If you answer anything below 
9 0%, I propose one point for making a change. 
2. What per cent of all students take chemistry and 
physics? All students of average intelligence 
should be interested in pursuing knowledge in nat-
ural phenomena. If 5 0% of your graduating seniors 
are µot taking both chemistry and physics, another 
point for considering a change is scored. 
3. Do your students consider science "dry"? (primary, 
intermediate, junior high, or high school) If you 
find the student's opinion of science diminishing 
as he grows older, then I believe that another point 
for change has been made. 
4. Do your science teachers lecture 5 0% of the time 
or more in your secondary science classes? Ob-
serve the classroom and check the laboratory ac-
tivity. If the students are not involved in labora-
tory activities at least 50% of the time, I would 
give one more point for change. 
5. Do you have adequate science equipment? Check 
your inventory and then check with the teacher to 
find out if he is using what equipment you have. 
If he claims laboratory activity is impossible be-
cause of the lack of proper equipment, this would 
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be another point to recommend consideration of a 
curriculum change in science. My reasoning here 
is that the cost of equipping a laboratory for most 
of the newer approaches is less than bringing the 
present equipment up to date. 
6. Who selects the science texts in your school sys-
tem? If the appointee of textbook selection com-
mittees has been the teacher who hasn't had a sci-
ence course since undergraduate days and graduated 
more than ten years ago, I would recommend that 
another point be given to making a change. Also, 
I would encourage these teachers to attend NSF in-
stitutes designed for introducing one of the many 
newer science courses. 
If after self-evaluation of your school's science pro-
gram, you have given yourself four or more points for change, 
I would recommend that you give serious consideration to 
change in your present science curriculum. The change 
should start by asking the question, "V\'."hat are our ?bjec-
tives in teaching science?" 
Really, what are the objectives of teaching science? 
I have li3ted five here. I am sure there are a lot more, 
but these are the ones I consider to be more important than 
the othere, or to be very important to a good science pro-
gram. 
1. To present the development of science as a logical 
and integrated part of the whole curriculum. 
It is always surprising how little the other teachers in 
a school know about the science curriculum, how much 
lack of interest they show in it. Teachers will let students 
write themes about anything except science. Why? Be-
cause they don't know enough about science to grade it? 
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2. To present science as an intellectual and cultural 
pursuit. 
A science background is as important as one in the arts 
in being a well-educated individual. I'm always appalled 
at how little some laymen really know about . science. I 
think they need to know more. We're spending forty to one 
hundred billion dollars on a project to the moon. How can 
we vote intelligently if we don't know what they're talking 
about or why they're doing it? How can we turn out in-
formed citiz·ens if we don't teach them to understand some-
thing of what the Apollo project is and what, generally, 
NASA is trying to do? 
3. To teach students the process of critical thinking 
with the use of experimentation and discovery. 
Actually, when you discuss science education, the most 
important thing is the method of science--not the facts. 
Facts in science change. You can memorize the parts, the 
figures, the proportions; you can memorize all this, but that 
doesn't do you too much good because perhaps the names 
will change, maybe the emphasis will change, maybe new 
laws will be discovered that will make old ones obsolete. So 
just the teaching of the fact13 doesn't impress me much in 
the teaching of science. How science is developed, what 
science is, the method of science--that will remain constant. 
4. To teach science that appeals to all students. 
I think if fewer than 5 0% of your students take chem-
istry and physics, you realize that maybe we're not doing 
it. 
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5. To make science alive and full of action and learn-
ing which will challenge all students. 
If you have young children of your own you know that 
they are very, very interested in what's going on. They 
ask questions about the stars, the fossils, the weather, 
the birds, and the why of it all. Then, by the time we 
get them to seventh grade, somebody has killed much of 
that. All they want to know is, "Teacher, what is it in 
this book that you want me to know?" They want us to 
tell them. They want to underline what we want them to 
know, take it home, memorize it, and to pass the test. 
So what good is a grade? 
Now at this time I'd like to discuss one single course 
which I spent three years teaching before I came to Charles-
ton, at Lawrence High School in Lawrence, Kansas. That 
is the course of PSSC physics. This is a course which was 
developed basically as the brain-child of Dr. Jerrold Zach-
arias at MIT. Dr. Zacharias was a learned physicist who 
one day happened to visit a high school physics class. 
When he left he was appalled at what they were trying to do 
to these high school students. He came away with an idea 
that he could change the whole world by adapting a better 
physics course. He found that he couldn't do it alone. He 
needed an educator and he needed somebody who was a good 
science teacher. He located Dr. Francis L. Friedman who 
was a noted nuclear fission expert and who was also ap-
praised as a good teacher. The two of them, with other 
educators who assisted them, set about to develop this pro-
gram. They narrowed a physics course down to really four 
basic units rather than the hundreds of loosely related de-
tails in traditional physics: the universe, optics and waves, 
mechanics, and electricity and atomic structure. 
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Personally, I feel the new science program can be very 
constructive. Since I worked with PSSC physics for three 
years, I can offer my observation of it. 
PSSC physics was a leader in the modern trend of sci -
ence education. The man who developed the course wanted 
something that would give knowledge of exploration rather 
than just cold, hard facts which were to be memorized. 
This type of thinking came as a shock to many of the bet-
ter students because of the school's traditional philosophy 
of spoon-feeding the students with the information we, as 
teachers, felt they should know and then testing them on 
how well they had memorized the information. 
The most important aspect of the course is the mental 
state of the student as he is exposed to PSSC physics. If 
he has not had one of the other revised science programs, 
he is in a state of confusion for a few weeks. This per-
plexity stems from the fact that he is waiting to be told 
what to do and how to do it. The open-end laboratory ex-
ercises contain a lot of questions which are a "far cry" 
from the cook-book types of laboratories to which he has 
been accustomed. The lack of teacher lectures and tradi-
tional problems to hand in leave him further confused. The 
final straw comes when the first standardized test for which 
he has memorized everything that the instructor has said 
or has written on the board--he may have spent many hours 
scanning the texts for all the possible facts to commit to 
memory--this test, for which he has prepared so diligently, 
does not ask for one fact. But for what did it ask? This 
point is very crucial for the student as well as for the 
teacher. rt is here that the philosophy of the course must 
be recognized by the student. The test asks for critical 
thinking on his part! The student should now realize that 
he must take the general concepts and basic principles which 
were developed in the text and the laboratory_ and apply them 
to related problems and situations. To think and to apply 
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knowledge with reasonable accuracy is the challenge that 
the student must meet and accept. To most, this becomes 
a de-cobwebbing of the brain and a wonderful transformation 
of the student takes place. Of course, not all make the 
adjustment and it is possible that they won't in the one year 
of physics. 
It would be great to say at this point that the problems 
of the teacher are over, but it is here that some of the 
most difficult problems arise. One difficulty is restraining 
oneself from teaching the class to the point of boredom by 
lecturing on topics that the student has already mastered 
by his own investigation. By now the class is ripe for self-
teaching with the better students discovering and explaining 
to the others in small and large group discussions. 
How completely the questions of the student can be 
answered or understood by the teacher is another problem 
that must be met with a satisfactory procedure. The limit 
here is the amount of knowledge each individual teacher 
has. A teacher can't be expected to have all the answers 
and this must be made clear at an early date. Bluffing or 
avoiding never satisfied an inquisitive mind. However, even 
though the teacher is completely confident of his answer, it 
is sometimes better to challenge a student into discovering 
the information for himself. What to do with the slow learn-
ing physics student and the good student who is still looking 
for something to memorize or the one who has failed to ap-
ply learning by doirrg were still my most challenging prob-
lems. In some cases the exposure to the rest of the class 
results in late converts, but even without conversion they 
were able to use the thinking process of others. They use 
them in gaining the facts they feel were so very important. 
I feel that the true answer lies in the teaching of sci -
ence in the lower grades with a program similar to the PSSC 
physics. The position of the teacher in the age of science· 
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has changed from one of complete dominance of the class 
by lectures, cook-book laboratories, and fact-testing to 
almost the opposite. The teacher is now an organizer. He 
lectures when he or the student deems it necessary, pro-
motes and allows freedom of thought in the laboratories, 
tests on concepts and understanding, and, in general, tries 
to build a student-centered classroom. 
The teacher role has been a handicap to the extension 
of PSSC physics because it is difficult for the traditionally 
trained teacher to relinquish his position of authority in the 
classroom. Having been bored many times, as a student, 
at the many facts and their endless regurgitations, I was 
delighted at the excitement of my students when true learn-
ing was first experienced. Any teacher should be satisfied 
with such a reward. I think, in promoting the new curricu-
lum, I have found the basic problem is this last one--the 
teacher. The training of the teacher promotes his inability 
to really take himself out of this complete authoritative po-
sition of knowing every answer and being able to give every 
answer. We like to be admired in the faculty as a person 
who knows something that others may not; we pride our-
selves in stumping the students on things that nobody else 
can stump them on. We want to have an authoritarian 
classroom. We are afraid, in a sense, of losing our little 
niche. 
Now, the last question is, "Who really accepts the 
leadership in moving ahead in the science curriculum?" Is 
it your place to make the change and go into something 
new? Is it.Eastern Illinois University's? The University 
of Illinois'? The National Science Foundation's? Or whose? 
I believe this must be a cooperative effort. School 
administrators must encourage their present science teachers 
to study and initiate the new programs. When teachers 
are replaced, request those with modern approach training. 
When this is done consistently enough, the universities will 
begin to gear their programs to produce the teachers you want. 
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COMMERCIALIZATION OF INNOVATION 
(The Dollars and Sense) 
Oren Lackey 
In considering the plight of the administrators, depart-
ment heads and teachers in justifying expenditures from tax 
monies for the "new", "up to date", or "you can't possibly 
educate without" materials and publications I would sug-
gest the possibility of another innovation. Shall we call 
this a "pursuer and processor of publications and parapher-
nalia propaganda"? While we are waiting for the invention 
of and the planning of the new models let us consider 
some publications and methods now observable in the mod-
ern biology programs. In order not to pinpoint any particu-
lar school or system let us call this a flight to and from 
reality. 
Might we not come down from our lofty, precarious, 
ethereal perch and bring the pendulum of pedagogy to a 
halt long enough to view the chaos wrought by the stam-
pede in which we rushed off in different directions seeking 
the same end route? We assume and try to convince our-
selves that we have attained a modicum of success as 
teachers in our chosen field--how then, can this be, if 
our teachers were so very wrong in what they taught us? 
Shall we take a look around? 
The rabbit sits in the raspberry patch, neither contem-
plating either. We enter the picture and weave a maze of 
brambles in such a way that even the rabbit would become 
enmeshed. Our motto being see it all by pointing, name 
them not because names are just handles--and everyone 
knows a spade without a handle is pretty useless-- the 
handle would be more useful perhaps in extricating oneself 
or killing the rabbit. But, let us proceed--time is of the 
essence, knowledge may be gained later, if time permits. 
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We must somehow enhance the students' abilities in 
solving the mysteries of biology. It would be too time -
consuming to let him solve a problem. We are fortunate in 
that the malaria mystery was solved and fits our needs (not 
the students'), so they read about solving problems. It is 
not important that knowledge be gained from this; we need 
only the method so students read the story, not for content 
necessarily, but so that we can be more content and the 
laboratory is always ready for inspection. (All of the nice, 
shining Title III equipment may remain so and properly 
placed, collecting dust, and inventoried--only the date on 
the inventory sheet needs to be altered.) 
To begin a course in biology from an historical point 
of view seems to be on a par with contemplating one's na-
vel--both seem to be out of context. Perhaps teachers of 
biology should rebel against regimentation from the admin-
istrative schedule standpoint and teach from the standpoint 
of availability of materials with which to teach. To study 
leaves and flowers in the winter months in the northern 
hemisphere snow belt is incongruous. The reason given 
is: that is where it comes in the book and if a student 
transfers to another school system he must have been ex-
posed to the material in order to be able to do well on the 
standardized test. The teacher may be told to cover the 
entire book. Is not the best method of covering a book 
done with a book cover? 
In some instances we are instructed to start the study 
of biology with the cell. From a pedagogical standpoint, 
this could be defended by those who believe in starting 
with the unknown and developing interest and also because 
it is one of the building blocks of biology. From a sea-
sonal standpoint, this approach is not logical. At times 
this approach is carried to extremes, whereby the cell, mi-
tosis, meiosis is followed by genetics without considering 
an organism--this prevents being accused of plagiarism. 
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Why should one be accused of plagiarism when governmen-
tal-sponsored research and writings can be copyrighted by 
publishers? 
When one is concerned with the adoption of a text, 
why should he be subjected to materials concerning the 
cover design? What does that have to do with the con-
tents? How much variation has there been to the cover 
design of the all time best seller--the Bible? Need we cover 
the book with a photo of an abstract nature that looks like 
a blob that is supposed to represent the continuity of life? 
In order to be color conscious, we must have a text 
with many pretty pictures that may or may not have any-
thing to do with the text material. I suppose that this will 
meet the needs of the non-reader in high school who final-
ly is presented with a diploma which he may or may not 
be able to read. 
Would it be asking too much to have the useless pic-
tures and blank areas removed from texts along with the 
questions and suggestions that clutter the chapter end? So 
much good additional material could be included. The 
teacher should be able to ask questions concerning what 
he teaches. Most teachers do have rather good minds; 
however, they are not equipped to use a source-book in 
biology that has no index. This apparently is an innova-
tion inviting an inquiring enquiry of the inquiries. 
On high school reasearch--(1) Is this to bring publi-
city for the teacher on his (students') projects? I am not 
sure that the word students' is a necessary part of that 
question. (2) Do the students know the meaning, aims , 
and results of the work of the project? (3) Do the stu-
dents have the background yet? ( 4) Can we justify re-
quired projects? 
Would it be asking too much that some areas of biol-
ogy be left until the students can handle the material when 
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and if they go to college? The complexity of the vocabu-
lary in marine ecology and oceanography should be sufficient 
to eliminate 99. 9% of the seventh graders. (One can now 
purchase marine units that can be set up in midwestern 
schools.) 
It is supposed to be a well-known fact . that general 
science teachers are teaching enough chemistry to their 
students along with the rest of the myriad of topics to en-
able students to cope with basic biochemical understanding 
of any hue of biology. I believe it is also a well-known 
fact that a diluted dilute is pretty dilute after being diluted 
again. 
Might we refrain from saying, "You don't have to know 
this." If you do not expect students to remember the ma-
terial presented, then why waste time with it? Sometimes 
we say that our tests reveal that it was too hard--why can't 
we admit that we were not successful in teaching the ma-
terial, or that we should not have attempted to teach it to 
a particular group in the first place? 
I am sure that many authors do not intend that the texts 
be used page by page and in order. Neither would they 
consider their writings to be the one and only acceptable 
account. What would be wrong with using several texts? 
The answer would probably be "impractical from an admin-
istrative standpoint" --which then is of primary importance--
the education of the student or the administrative tranquil-
ity? 
Many students in biology can draw and label a micro-
s cope and pass a test on the parts, yet cannot use a mi-
cros cope in the laboratory. This is odd because in many 
instances the text is used so diligently in the same classes. 
If students are taught to use the microscope, there is no 
reason why they need to draw it--do they draw cars in 
driver's training and label the parts? 
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A most misunderstood area of biology is one concerned 
with the use of living organisms. Some envision a torture 
chamber. The authors of the lab manuals have not written 
anything that could even, with the greatest stretch of the 
imagination, be interpreted in this manner. In some states 
(ex. Illinois) the school code was written long ago by some-
one who had little knowledge of biological terminology and 
if adhered to would prevent good teaching in biology. As 
the code is written, all biology teachers in the state could 
be reprimanded for not having complied with what it says. 
A great stumbling block is created by a word (evolu-
tion) which conjures up diabolical schemes for downgrading 
man. In most cases the teachers are not attempting to 
convert anyone, but to give information about a theory. 
Evolution by any other name is just change. Strange as it 
may seem, grade school teachers may teach about the whole 
gamut of prehistoric animals, yet a high school teacher is 
criticized for using the word "evolution." 
In some instances students are instructed to answer 
questions according to what is in the t!3xt. If the text is 
wrong and he gives the correct answer, then he is penal-
ized for giving the correct answer. This in itself might 
well discourage an interest in biology. I see nothing wrong 
with the right answer. 
There has been such an improvement in materials that 
can be used in biology; however, regimentation and obsti-
nacy seem to hinder progress. More freedom should be 
granted and wanted concerning the many excellent tools for 
teaching biology. Color and time should not dictate to the 
biology teacher. If color is needed, then try the rainbow 
tauntingly marinating between earth and sky, transcending 
and transecting the biosphere. 
Let us now consider the flight over. In our absence 
the answer to our problems in science teaching has arrived-
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a new science book - a complete handbook of science les-
son plans for grades 7-12. It contains everything the teacher 
needs. Forty-four complete lesson plans are included so 
that if lesson plans are required by the administrators, then 
the teacher does not need to spend any time preparing them. 
Another elegant item has arrived - it could be a dual-
purpose item. It looks like palm trees on coral atolls. The 
label says "Marchantia habit group". The price is only 
forty-four dollars. Perhaps the teachers' organizations could 
use this as a center piece at their annual dinner. This 
would bring about greater usage so the cost would be more 
easily hidden. 
Suppose the machine that we were contemplating invent-
ing has arrived in a new form. The problem of the "rejec -
tor button" has been taken care of and we are assured that 
the "consider button" will last forever. Let us consider 
the BSCS master listing of materials needed in order to teach 
the different publications. If you recall the copyrights 
for these publications have been rather evenly distributed 
among the major publishers. The master list contains slight-
ly over 400 items. According to the suggested selection 
the Yellow Version has an edge over the Green Version. Both 
require more than 75% of the list. The "blue chip" Blue 
Version is third with just 60%. Perhaps this explains why 
the 1968 revised Molecules to Man BSCS Blue Version will 
contain more of the offerings of the Green and Yellow ver-
sion. It may be of interest to note that a new series of 
2 0 four-minute Super 8 Technicolor cartridge films will add 
further illumination to selected topics. These things are 
supposed to be able to invite student participation in ex-
perimental studies. I'm sure that the invitations will be 
blue and formal (another innovation). 
In a way this type of list is quite valuable to the 





of today that a check list is needed. It would be best to 
have our machine check the list - the rejects might include: 
(1) a 2 5 foot roll of aluminum foil - price 70¢ 
(2) a boat, 8 foot fiber glass only $110.00 
(3) a gallon jug - amber glass for 85¢ 
(4) a cockroach race track for $2. 50 
(5) rubber stopper assortment, 5 lb. assortment for $7. 50 
The list ends with kits for this and kits for that. 
Many excellent single concept films are available. 
These need to be sorted thoroughly also. One of the major 
producers of single concept films has much misleading in-
formation or hidden pitfalls. Two divisions are used K-6 
and ?-College. 
A check of one hundred films in the first (K-6) cate-
gory might reveal that the same ones are listed in the sec-
ond ( 7-College) category. The supplementary unit loops 
may be followed by further supplementary units. It might 
be of interest to note that the fetal pig unit is given space 
in both categories. The only difference is in the number of 
loops. A ninth loop is included in the K-6 entitled "Es-
cape in Mammals." This loop seems to have escaped from 
its unit. 
If repetition solves the educational problem, then the 
film loops recommended for use during seventeen consecu-
tive years of education should be the answer. This type 
of situation should be eliminated. This duplication might 
be the reason for some of the disinterest that all of us 
would like to eliminate. 
I was aware of the existence of some high pres sure 
double-dealing advertising and salesmanship; however, I 
was not aware that it is becoming so rampant. I was a-
mazed at what can be revealed when the objective is "Find 
the mis sing links". 
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As you well know we are confronted with many prob-
lems in teaching modern biology. Some of the major ones 
include: 
What type of biology course should be taught? 
Should we include controversial issues such as evolu-
tion and sex education? 
What text will be used? 
Can we afford it? 
Should all students take biology? 
How can we afford to teach biology as a laboratory 
science? 
How can we afford not to teach biology as a labora-
tory science? 
Should we consider regulation of population? 
This morning I almost saw a rainbow. In this area a 
rainbow at this time of year is unusual. Apparently the 
reason for the almost a rainbow phenomenon was due to 
the absence of the total conditions necessary for sharp 
delineation and direction. Is this not our predicament in 
the biological sciences? 
25 
SHOUtD I JOIN THE UNION? 
Robert V. Shuff 
If I'm asked to join a Teachers' Union what should I 
do? If the rest of the teachers go on strike what will I do ? 
These and similar questions were presented during a ses -
sion of an undergraduate class in general secondary educa-
tion methods at Eastern Illinois University. These are 
questions that have demanded answers from teachers in the 
field with greater regularity in recent years and are now 
becoming a matter of concern for the student preparing to 
teach. 
The questions were brought to me as the individual who 
is responsible for administrator preparation at Eastern and 
also the person who teaches the course entitled Teacher-
Administrator Relations. What would the administrator ex-
pect teachers to answer to such questions? What sort of 
conflict might the student teacher expect to find in the lo-
cal school systems? 
Less than ten years ago, the prospective teacher 
would not have been concerned with the questions of union-
ism and work stoppages in the school. In addition, they· 
would have been subjected to a pressure program to join 
the National Education Association and its state affiliate. 
Indeed, even today, the Student Education Association has 
active sponsorship on the college campus while no such 
activity on behalf of the union exists. 
As the number of students enrolled at all levels in ed-
ucation has increased, the number of teachers has increased 
proportionately. This increase has meant an influx of 
greater numbers of young teachers--perhaps creating a new 
balance amongst members of the profession. It is no longer 
the population described by Wilbur Waller as one of middle-
aged, single females but one of younger men and women 
of an active bent who demand a part in decision making . 
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In addition, all who are able to read or hear note such 
items as the Keyserling report which points out the de -
plorable state of teachers' salaries in the late sixties. Key-
serling notes in his economic report that teachers' salaries 
are 42% below the U.S. Department of Labor's estimated 
requirement for a moderate standard of living for a family 
of fout. Also, a request for recognition from the Chicago 
College Teachers Union to the Board of Governors of State 
Colleges and Universities shows the unfavorable relationship 
between salaries paid professors as related to comparably 
prepared professionals in other fields. 
As the practicing teacher and the prospective teacher 
look out on the world they notice the success enjoyed by 
unionized teachers in New York City, Detroiot, Chicago, 
East St. Louis, and the like. Under such circumstances, 
it is to be expected that the questions of union membership 
and strikes should arise. 
Let's briefly consider what a group of students about 
to enter student teaching stated concerning their outlook on 
teachers' unions and strikes. 
"I would prefer not to strike, and I don't feel 
that the separation of administrative and faculty per-
sonnel is to the benefit of the teaching profession." 
"I have not formed an opinion as yet, and I feel 
that I probably won't until I've taught for at least one 
year." 
"I probably would not strike, but it would depend 
upon the situation. I feel that I would rather help the 
children than look for monetary rewards." 
"When I begin my teaching, I probably will join 







like it, well, I guess I can just quit." 
"Depending upon the size of the community, I 
would probably belong to a union and I would prefer 
to be active rather than passive." 
"At this time I would prefer not to join a union, 
but I will probably decide when the occasion arises 
what I will do. " 
"I'd join a union. I think it's about time the 
teaching profession did something to increase the 
salaries and get better conditions for the profession." 
"I think I probably would join a union, but at 
this time I'm not real sure what my views are." 
"I think the unions are the up and coming thing 
and if the situation----if there was a union in the 
school, I would join it, but I wouldn't want to be an 
instigator of the union. And if a strike came about, 
I'd probably also go on strike just for the union. But 
yet it isn't befitting to what the teacher should really 
be." 
"I believe that the labor unions are definitely 
needed as far as the teacher is concerned, and I prob-
ably would join one right now if the occasion arose." 
"I, myself, am against strikes, but there is such 
a thing as a minority and a majority and this is a vio-
lent world, so to get something you have to go about 
a violent way of getting it. " 
"I'm basically against strikes except if conditions 
existed that were so deplorable that they would prevent 
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me from doing my job as a teacher. Then, as a last 
resort, I would strike. 11 
11 I'm not against unions. In fact, I'd probably join 
a teachers union. However, I think the leadership of 
the teachers' union could be better. 11 
11 I would join a union but would hesitate to strike 
unless any other course of action didn't work. 11 
11 I think strikes are a radical way for teachers to 
get whatever they w~nt, and I think that if teachers 
would belong to teachers' unions the strikes would be 
avoided if only the teachers would have a re-evaluation 
of their salary schedules every year. 11 
"I would not join a teachers' union because I feel 
that the professional organizations can accomplish just 
as much without the strikes. 11 
11 Right now I'm against te~chers unions because I 
don't feel they do enough for the teacher in the school 
besides their rights and privileges. I'm more for joining 
professional organizations right now, such as the Na-
tional Association of Teachers. 11 
11 I believe in the future that the teachers unions will 
be the way the teachers are able to accomplish their 
purposes and make a more professional group. 11 
11 I agree with teachers unions. I think teachers 
should be organized just like any other professional 
group, but I don't believe the teacher should strike be-
cause the teaching of the students is much more impor-
tant than the professional benefits of the teacher." 
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"Yes, I do believe in joining the union because I 
think that teachers should have some kind of organiza-
tion which would protect them, but I don't believe in 
strikes just for little reason." 
"I think the labor unions should be beneficial as 
long as they don't exceed their purpose. If they are 
used as a bartering medium between the teachers and 
administration I think they will be very beneficial, but 
they should not try to administer the school." 
I could not help but be struck by the sentiment ex-
pressed in favor of unionism and the strength of the ex-
pressions in behalf of the strike as a means to achieve the 
teachers' goals. The implications for the preparing insti-
tution and the employing districts seem evident. 
Since these young people are ready to assume an active 
role in teachers' organizations it is important that they know 
what these organizations are and what goals and programs 
they promote. Teacher preparation institutions need to pro-
vide full information (not indoctrination) on the organiza-:-
tions currently operating in education. 
Employing school districts must prepare to use the en-
ergies of a dynamic young teaching staff willing to match 
the power of the work stoppage against the previously ac-
cepted absolute power of the school board. This will re-
quire cooperative planning and implementation of educational 
programs as well as an honest two sided approach to finan-
cial planning. Paternalism is out and cooperation is in. 
Force plus force-not in opposition. 
Colleges and universities are to prepare highly capable 
young people to assume the roles of partners in education. 
School districts need to plan for such partnership. 
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A STUDY OF BASIC GRADUATE OFFERINGS 
IN CURRICULUM DEVELOPMENT 
Henry Knapp 
The above title represents a twenty-eight page publica-
tion of the Faculty for Professional Education in January, 
1968. The research of the study of this graduate offering 
was conducted in 196 7, with the assistance of a small 
grant from the Eastern Illinois University Research Committee 
for postage, student clerical help, and dissemination of 
findings costs. Since the survey involved higher education, 
the American Council on Education listed it as QR5 3 7 7. 
In late July, 1967, single-page legal length survey 
forms were mailed to over four hundred of the larger colleges 
and universities in the United States where the institution 
is involved in teacher education at the graduate level. Dur-
ing August and September, over two hundred of these were 
returned to EIU for analysis. Since the intent of the ques-
tionnaire was to explore new ideas about teaching courses 
similar to Eastern's Education 550, nine open-ended ques-
tions were asked. The six used for the content of the 
brief booklet were: 
1. Name the education class(es) which you teach per-
taining to curriculum development. 
2. Name the basic textbook(s) utilized. 
3. List the chief supplementary reading sources used 
(include mention of any paperbacks used by stu-
dents.) 
4. Describe the major types of assignments associated 
with the course(s). 
5. What are some of the leading activities conducted 
during class time? 
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6. What are some practices or media utilized in con-
nection with the courses listed above which you 
consider unique or innovative? 
The words "unique" and "innovative" were a bit trouble-
some to some respondents, but the emphasis to the last 
three questions was that the methods and activities be ex-
amined. Since the public elementary and secondary schools 
are trying the new and different, shouldn't "extended edu-
cational experiences" be utilized in the courses which re-
late change in educational programs and practices? 
One Michigan educator replied: 
"Let's face it: teacher quality is the need; the rest 
will follow. " 
The middle one-third of the booklet relates trends in 
"Instructional Interaction" with generally up to a half-dozen 
examples of institutions making wide utilization of each of 
the following: discussion, student presentations, seminars, 
use of resource persons, role playing and simulation, field 
trips, use of film and other visuals. 
Basic attitudes toward a curriculum course tended to 
avoid "this is a 'how-to-do-it' or 'here-is-the-answer' 
class!" Graduate students are experiencing more sophisti-
cated theory than formerly in relating the school curriculum 
to its philosophic, psychological, and sociological deter-
minants. 
Over a dozen of the writers of books in elementary and 
secondary school curriculum participated in the survey. 
Some suggested that teacher education graduate courses in-
vestigate new approaches to individualized instruction, re-
quiring little "teaching interference with learning", and a 
variety of methods using student participation (and not re-
stricted solely to "discussion"). 
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In California, one of the ladies replying to the query 
is "out on the edge" with systems analysis, ETV and com-
puter assisted instruction. In Iowa, students are making 
field trips to a computer center and enduring sensitivity 
training techniques. In Alabama, graduate students go into 
communities with tape recorders to get information and views, 
while in Texas, students simulate the non-graded organiza-
tion. 
What is unique? Perhaps one answer would be anything 
we don't understand and therefore wish to discredit it. 
However, we did not discuss computer assisted instruction, 
classroom use of video-tape recorders, "continuous progress 11 
plans, etc. a decade ago. Maybe still there would have 
to be considerable agreement with this view from Ohio: 
I am not sure that true innovation exists in education ... 
I think that the use of critical thinking techniques is 
of extreme importance in curriculum courses (Socratic 
questioning, providing ideational alternatives, etc.). 
It is much more important that the students know how 
to think freely about curricular issues that that they 
possess a particular body of information. 
A slight twist of the knife was evident in this comment: 
"It would appear that we have been relatively successful 
in not making innovations! 11 
However, a level of excitement was created by the sur-
vey among those who like to explore new ideas ---
This is a rather conservative area of the country (and 
I get lonely! ) 
Copies of the study are available from the Faculty for 








BOOK REVIEW: The New Social Studies 
Author: Edwin Fenton 
Publisher: Holt, Rinehart, and Winston, 
Inc. 
REVIEWED BY: Gerald Pierson 
The title of this paperback layman's edition of the larger 
college methods textbook is misleading. The inquiry method 
of classroom teaching that occupies a good part of the space 
in the book dates as far back in time as Plato, as far back 
in this century to some of John Dewey's earliest writings. 
The only thing very new about it is the vocabulary. Call 
it what you will: reflective thinking, inductive thinking, 
method of discovery, or method of inquiry ... each say the 
same thing: that good teaching ought to combine the facts 
and the thinking. Teachers should not, as Dewey tried to 
say as early as 1911 , expect the latter to naturally follow 
the former as a matter of course. If one needs to seek an 
excuse for this minor oversight in labeling, it could be 
stated that Mr. Fenton is first a historian of some repute, 
and that he should not be expected to be as acutely aware 
of the history of education as some. 
On leave from Carnegie Tech for a year to complete his 
study of social studies curriculum projects throughout the 
nation, Fenton admits to the pit fa 11 of becoming an II over-
night expert. 11 For this reason, he calls his work a de-
scription, not a criticism. Fortunately, Mr. Fenton is un-
able to carry out his avowed intention. The book turns out 
to be both, with some refreshing insights into what is and 
what ought to be going on in secondary social studies. It 
is biased, but in the manner of what a great many education-
al leaders of today believe to be bias in a correct and con-
structive direction. 
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Fenton calls attention to three trends that seem to per-
meate much of the educational thinking today: Inquiry as a 
method; the basis for curriculum choices turning from the 
problem and student-centered decisions of the past to the 
subject-centered based decisions of the present; and, fi-
nally, to a more analytical analysis of the teaching act, the 
detailed analysis of classroom discourse, its intention and 
its result. With the exception of the last two chapters,a 
discussion of these trends is tucked away in chapters which 
seemingly deal with more mundane matters such as methods, 
materials, ·and II pupil deployment. 11 
The capstones of the little volume are found in the last 
two chapters. If time is of the essence, the first five 
chapters of the book could be by-passed with twenty-five 
minutes reading time devoted to the last two. The usual 
criticisms are given: teacher preparation, colleges of edu-
cation, college professors and college lecture courses, pro-
fessional education courses, student teachers, cooperating 
teachers and cooperating schools, coordinators, methods 
courses ... none of us involved in teacher education are o-
mitted, neither the departments of education nor the subject-
matter specialists. 
Nothing new? Perhaps not, but Fenton has given us the 
most recent summary of thought and action in social studies 
education, a little of what has happened, very much on what 
is happening, and a brief glimpse as to what can happen if 
the projects today have the slightest implications for the 
teachers and teaching of the next decade. 
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BOOK REVIEW: Language for Teaching 
Author: Hunter Diack 
Publisher: Philosophical Library, Inc. 
REVIEWED BY: Ronald Leathers 
Among the most complex and controversial issues in 
public education today are those concerning the teaching 
of language and the nature of human communication. Ex-
perts in the field of linguistics have come forward to ques-
tion modern educators' traditional philosophies and ap-
proaches to teaching language. One particularly active 
school of linguistic thought regards language as an intrin-
sic element in the human body and mind--a capacity which 
begins to develop in a child the moment he is born and 
which is so strongly influenced by his environment that 
patterns of communication are firmly ingrained by the time 
. that he begins formal schooling. This generalization (and 
· probable over-simplification) of the structural linguists 
hypothesis is apparently the basic assumption of Hunter 
Diack' s recent book, Language for Teaching. 
In a philosophical discussion, Diack explores the na-
ture of human communication and attempts to define prac-
tical implications of his language theory for classroom 
teachers. He emphasizes and illustrates, throughout his 
work, the idea that words can only be interpreted through 
one's own experience, and that the child's success in 
school depends on the teacher's ability to communicate with 
him within the framework of the child's particular experi-
ence. In his chapter on early speech, the author states 
that language is emotional in origin; therefore, the teach-
er must fully understand that a child's ability to communi-
cate in school depends largely on his pre-school experi -
ences. In a chapter on acquisition of meaning, Diack 
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concludes that, from the earliest stages of education, a 
child's lack of understanding may be due to to the teach-
er's inability to comprehend how narrow the child's inter -
pretation of word meanings may be. In chapters on language 
and thinking, the author stresses that the teacher must be 
consistently aware of the difference between his experience 
of things and words and the experience of the pupils. Prac-
tically speaking, Diack periodically interjects some speci -
fie suggestions to help the classroom teacher improve his 
ability to communicate with students, but if one is search-
ing for a diagnosis of his particular linguistic problems in 
teaching and a clear prescription for solving them, he is 
not likely to find his answers in Language for Teaching. 
Dia ck' s discussion remains largely philosophical and de-
scriptive as it categorizes, repetitiously, concepts that good 
teachers have been aware of for many years. 
Surely, the most valuable chapters in the book are "Dy-
namics of Communication" and those which discuss the na-
ture of language in science, mathematics, and poetry. The 
author presents a stimulating case for the presence and im-
portance of linguistic and non-linguistic symbols in com-
munication. He encourages teachers to develop students' 
insight into processes of communication by teaching language 
lessons "without words." The teaching of drama and oral 
interpretation, Diack implies, should not be strictly reserved 
as a fine art for talented students at upper levels, but 
should be taught, from the very beginning of the pupil's 
school experience, as a fundamental quality of communica-
tion. Although the author gives an amusing analysis and 
mild condemnation of the stock language in most scientific 
writings, he offers few specific suggestions for improvement 
of the situation. He does say that science study at the 
elementary level should be visual and oral, and that secon-
dary science students should be encouraged constantly to 
discuss and analyze the problems created by communication 
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of scientific thought. Literature teachers will undoubtedly 
be pleased to find that Mr. Dia ck recognizes poetry as an 
"experience" in itself and therefore exempts it from many 
of the fundamental requirements of human communication. 
Language for Teaching is not a book strictly for English 
teachers; neither is it a guideline for teachers of any par-
ticular grade level; it is designed for all teachers of all 
students. It cannot be read superficially; one should not 
plan to read it at one sitting, for much of it is deep, phil-
osophical writing about psychological concepts which require 
personal reaction, analogy, and visualization by the reader. 
The classroom teacher and teacher trainee will find it in-
teresting reading, however, for it is stimulating treatment 
of the linguistic aspects of communication between teacher 
and student. 
****************************************************** 
I AH E Board Meeting in Springfield - - - March 10-11 
P D K - - - March 1 3 
K DP - - - March 14 
ICEA - - - March 27 
I EA Leg is la ti ve Dinner - - - March 2 8 
IA HE Meeting in Macomb - - - March 29-30 
****************************************************** 
K D P - - - April 4 
North Central High School Association & IAS SP Drive-In 
Conference - - - April 18 
College Day - - - April 18 
***************************************************** 
DATES FOR SUMMER SESSION 
Registration - - - June 10 
Classes Begin - - - June 11 
Graduate Registration Day - - - June 2 4 
Graduate Classes Begin - - - June 25 
Examinations - - - August 14, 15, 16, 1 7 
Commencement - - - August 15 
Quarter Closes - - - August 19 
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MEET THE AUTHORS: 
Dr. William Crane is a professor in the 
Department of Educational Psychology 
and Guidance and is a member of the 
Ea stern Faculty Senate. Usually seen 
sans beard, Dr. Crane also is an ex-
pert on tests and testing. 
Dr. Curtis R. Garner is a professor in 
the Department of Administration and 
Supervision. While his teaching is di-
rected principally toward School Finance 
and Research, he is well aware of the 
problems of innovations in schools as 
area director for the North Central As-
sociation. 
Mr. Donald L. Rogers is an assistant 
professor teaching science at Buzzard 
Laboratory School. He came to Eastern 
in 196 3 and received his masters degree 
from Syracuse University. We are sure 
you will find Mr. Roger's article most 
enlightening and entertaining. 
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Mr. Oren Lackey is an assistant profes-
sor in the Biological Sciences. He 
came to Eastern from Mattoon High 
School and now serves as the student 
teacher coordinator and methods instruc-
tor in the Biological Sciences. 
Dr. Robert V. Shuff is Head of the De-
partment of Administration and Super-
visioµ and has been extremely active in 
the study of organizations and the peo-
ple who inhabit them. 
Dr. Henry Knapp is an associate profes-
sor in the Faculty for Professional Ed-
ucation, assigned to the area of curri-
culum and secondary education methods. 
Dr. Knapp has been studying innovations 
in Illinois schools under joint sponsor-
ship of IASCD, IESPA, EIU Research 
Council, and the Department of Admin-
istration. 
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